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Abstract
This study identified inconsistencies between teachers' perceptions of students
with disabilities and parallels between the lack of positive peer perceptions and the
inconsistent perceptions of general and special education teachers. To establish data this
study used a selective group of seventh grade general and special education teachers from
a middle school in central Virginia. This study also used one general education classroom
containing students with and without dis�bilities. General and Special Education teachers
were surveyed using the Profile/ Form Walker-McConnell Scale of Social Competence
and School Adjustment. Students used a modified version of the peer interpersonal
assessment developed by Farmer, Rodkin, and Acker (1999). A significant difference was
found between the general and special education teachers' perceptions in the School
Adjustment category. There was also a lack of positive votes among the general
education peers. A connection between the lack of consistent perceptions for School
Adjustment and the lack of positive peer perceptions may exist; however, the limitations
in this research did not allow this connection to be made conclusively.
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Teachers' Perceptions on Special Education
Students' Social Skills and the Effect of Peer Perceptions in the General
Education Classroom.

History of Special Education

Prior to the 1950s, most students with disabilities were placed in
institutions kept away from the rest of the world. After the development of Brown vs.
Board of Education, many of those students were placed inside the schools. However,
they still were placed in self-contained classrooms and resource rooms where they had
little or no contact with their general education peers. Mainstreaming, the idea of
integrating special education students into the regular education classroom, was initially
developed to improve the social integration of all students. Coleman (1992) explained
that this integration of regular education and special education students was designed to
"enhance the social competence of children with mild disabilities by providing them with
more sophisticated social models while providing other children opportunities to interact
with youngsters with disabilities, thus reducing the mystique and stigma associated with
disability" (1992, p. 234 ).
During the early 1980s, some concern emerged about the efficacy of
mainstreaming. Educators and psychologists (Johnson & Johnson, 1983) were concerned
about a variety of problems. They were concerned that the special education students
were going to be rejected by their peers, that the regular education and the special
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education students would not interact without the teacher's influence, that the special
education students' self-esteem would be affected as a result of the rejection, and the
students without disabilities would not benefit from the integration with special education
students (Johnson & Johnson, 1983).
As a result of the continuous concern surrounding mainstreaming special
education students into the regular education classroom, researchers studied the effect
mainstreaming had on both regular education and special education students. Although
mainstreaming children into the regular education classroom was meant to improve the
socialization of special education students, student improvement was not usually
apparent. The students' lack of social skills prevented this goal from being achieved. In
his analysis of forty studies concerning the social skills of mainstreamed handicapped
children, Gresham (1982) made several conclusions: mainstreamed special education
children socialized less frequently and more negatively with their regular education peers,
special education children were poorly accepted by their regular education peers, and
special education children were not positively affected by the exposure to their general
education peers. For most special education children, the decision to be placed into a
mainstream setting was usually based on their intellectual anq achievement level.
Because of past results of special education students, Gresham ( 1983) suggested that
placing students into a mainstream setting should be based on their ability to get along
socially with peers and teachers.
Toward the mid 1980s many people were not satisfied with the partial integration
of students with disabilities into the regular education classroom. Some people were more
supportive of placing the special education students into the general education classroom
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full time. With the development of the Regular Education Initiative (REI) more
responsibility was put on the regular education teacher to support and instruct the special
education student. With the emphasis from the REI for all students to be in an inclusion
classroom, defining and understanding the significance of these types of classrooms are
important. The New York State Regents described inclusion classrooms as the following:
Placement of a student, regardless of the level of disability, into an age
appropriate general education classroom in the local community school. All
necessary supports are provided when inclusion is properly implemented,
including modification of the curriculum, use of special education teachers,
additional instruction and support staff ... and team planning which includes
families, school personnel, students with and without disabilities, friends and
community members (cited in Wong, 1998 p.456).
From the 1988-89 to 1994-95 school years, the number of students with
disabilities in an inclusive classroom increased by one hundred and fifty-one percent.
New York State Regents (Wong 1998) added that, in a school of approximately one
thousand students, the number of students diagnosed with a learning disability increased
from forty-five in 1988 to fifty-three in 1995. People no longer wanted to place their
children in a general education classroom part time. They felt that their children were
being deprived of the socialization they needed. However, the special education students
continued to have troubles with rejection and negative social status (Wong 1998).
If the numbers of special education students are to continue to increase in the
inclusive classrooms, they must present positive social skills that can help them _achieve
successfully. Unfortunately, while the numbers of students in inclusive classrooms have
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grown, their social skills have not. Like many teachers and researchers today, Farmer
and Farmer (1996) stated "educators generally consider students with disabilities to
have social difficulties and problematic peer relations" (p.435). Smith and Rivera (1995)
explained that most regular education teachers have strived to teach their children the
importance of learning and socializing in a positive cooperative atmosphere. They further
explain that these same teachers also believed that children who do not possess social
skills could cause major disruption in the general education classroom. Children who do
not understand the importance of compliant behavior may influence those children who
do. The children who do not obtain these necessary behaviors could jeopardize the
behaviors of their compliant peers.
As long as children with disabilities do not posses the skills needed in an inclusive
classroom, interaction with teachers and peers will suffer. Katsiyannis, Ellenburg, and
Acton (2000) explained that general education teachers have expressed continuous
concern about their ability to manage a child who lacks social skills properly. Most
special education students spend a majority of their time in a general education
classroom. The general education teachers, however, do not feel they have the proper
training to teach these students. The educational program for regular education teachers
has only required one introductory course in the special education field. While it may
have addressed the individual needs for children with disabilities, the course has not
included techniques for teaching and enforcing appropriate social skills. Katsiyannis et
al. (2000) further explained that general education teachers' lack of experience with the
special education students can cause a problem when the children are fully included in
the regular education classroom. Teachers may not realize the significance of teaching
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social skills, and students are not given the opportunity to socially strive with their peers
as well as their teachers.
What are social skills?

As children mature and develop most learn certain skills that are necessary to
interact with the world and people around them. Social skills are skills that can help
children develop those interactions with people around them. Hagger and Vaughn ( 1997)
explained that social skills are ''the pro-social and responding skills demonstrated across
settings and persons. These include language, nonverbal reactions, and attitudes a person
conveys to others" (p. 130). Examples of some appropriate and healthy social skills may
include initiating a conversation, using the words, "please" and "thank-you", and
complimenting others. Positive social skills can be organized into three categories; peer
relations skills- complimenting others, offering help or assistance or inviting peers to
play; self-management skills- controlling temper, following rules, or compromising in
conflict situations; assertion skills- initiating conversation or acknowledging compliments
(Calderella & Merrell. 1997). When children possess the necessary social skills, they can
begin to develop a positive relationship with their peers as well as their teachers.
Sprague and Walker (2000) described antisocial behaviors as aggression, noncompliance,
bullying, sexual harassment, and intimidation. Children who exhibit these types of
negative social skills may not develop positive relationships with peers or teachers. When
children do not exhibit positive social skills in a classroom environment, their social life
as well as their grades may suffer. As their social life and grades suffer, children begin to
develop low ratings in their social competence.
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What is social competence?
Social skills are a broader construct of social competence (Gresham ,1996b).
Together, they can lead children to a happy and successful life. Social competence can be
defined as "the degree to which students are able to establish and maintain satisfactory
interpersonal relationships, gain peer acceptance, establish and maintain friendships, and
terminate negative or pernicious interpersonal relationships" (cited in Gresham, Sugai, &
Homer, 2001, p.335). Social competence also refers to the judgments of peers regarding
the proper use of social skills (Kavale & Fomess,1996). Children who contain an
adequate level of social competence may experience a more positive and satisfying
education than those who are not considered socially competent. Children with a high
level of social competence receive more positive attention, more praise, and more verbal
cues than those lacking in this skill.
To summarize, special education has been directed towards the full integration of
all children. Some people may support this integration, but general education teachers
have expressed continuous concern (Smith & Rivera, 1995; Farmer & Farmer, 1996).
Special education children come into the classroom with little or no social skills; the
teachers do not how to manage their behavior effectively. When children exhibit proper
social skills, they may be more likely to maintain better friendships and teacher
relationships. Children without social skills or social competence will have a harder time
adjusting in an inclusive classroom. They could be avoided by their peers and rejected by
their teachers. Most students in the general education classroom may not have these
problems, but many special education students have consistently shown deficiencies in
this area
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Who is most affected?

Students with learning and/or emotional or behavioral difficulties are usually the
students exhibiting a lack of social skills. For instance, in one study only sixteen percent
of children with learning disabilities exhibited positive social skills (Swanson & Malone,
1992). In addition, Kavale and Forness (1996) reported that seventy-five percent of
students with a learning disability were shown to have a deficiency in social skills. In the
meta-analysis, many dimensions for assessment were discussed. Of the ten dimensions
assessed, rejection and limited peer acceptance were the top two choices of labels that
peers gave for students with learning disabilities. Another dimension that was discussed
was the friendship factor. Peer ratings gave students with learning disabilities a low
score in this area. Students in the general education classroom felt that seven out of the
ten students were not considered a friend. The peers also felt that students with learning
disabilities played, empathized, and interacted less frequently with their general
education peers. General education students also thought that students with learning
disabilities were less popular, incompetent in verbal and nonverbal communication, and
less cooperative.
Peers were also used to compare the negative and positive sociometric status of
students "eligible" for special education (learning, behavioral, and physical disabilities)
to students "likely eligible" and "non-eligible" for special education. Students ·'likely
eligible" for special education would have met the criteria for special education services
had the eligibility process been initiated (Sale and Carey, 1995). Sale and Carey ( 1995)
interviewed 524 students in a full inclusion classroom in a suburban elementary school in
the western portion of the United States. All students were asked to nominate peers who
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they liked the most and the least. They were then asked to explain their reason for
nominating that particular peer. Results demonstrated that the combined group of
"eligible students" and "likely eligible" students for special education had a significantly
lower preference score than that of their non-eligible peers. "Eligible students" for special
education were nominated as "liked" significantly less and nominated as "least liked"
significantly more than their peers.
Sale and Carey (1995) also calculated students' results for social preference. The
researchers added a student's score of "liked most" nominations and subtracted that score
from all of the "least liked" nominations. The researchers then labeled the top eighteen
percent as "popular" and the bottom eighteen percent as "rejected". Scores indicated that
students who were "likely eligible" for special education scored significantly lower than
those students not eligible.
Peer and teacher perceptions were also viewed by Farmer, Rodkin, Pearl, and
Acker ( 1999). These researchers studied the teacher, self, and peer assessments of
students with mild disabilities (learning disabled, behavioral disordered, mild mental
retardation). Participants ranged from inner city schools to suburban schools in the
Chicago and North Carolina area. Teachers were given the Interpersonal Competence
Scale-Teacher. Based on items such as popularity, affiliative, and aggressive, teachers
were asked to rate students using a Likert scale. Students were given the Interpersonal
Competence Scale-Self, which consisted of the same items on the teacher's version of the
Interpersonal Competence Scale. Students were also given a peer interpersonal
assessment that included items similar to other researchers such as Coie, Dodge, and

Teachers' Perceptions

14

Coppotelli (1982). Items included ranged from cooperative, disruptive, acts shy and starts
fights.
In the research by Farmer et al. (1999), statistical significances were found
between each gender. Fifty-four percent (54%) of boys with mild disabilities were found
to be portrayed by their teachers as bright antisocial, tough, troubled, and extremely
troubled. Peer nominations indicated that these boys had higher ratings for antisocial
behavior than those of students without disabilities. However, boys in the tough
configuration were more likely to be labeled as cool than any other configuration. Boys
in the tough category were also more likely to rate themselves as popular, but they also
were more likely to categorize themselves as using antisocial behavior. Although their
differences were slightly less significant than the boys, the girls also contained some
differences across scales. Girls in the distressed category received no peer nominations
for athletic. These girls also gave a much lower self-rating for academic competence than
other girls with mild disabilities. Girls in the unruly category rated themselves as
significantly higher in the aggressive category than other girls with disabilities, however
their peers did not rate them as significantly high on the antisocial category. Unruly girls,
despite the negative teacher perceptions. also rated themselves more positively across all
areas. Perhaps this may be due to the high, however not statistically significant, peer
nominations for leader and cool.
Although many students could benefit from some social skills training, students
with emotional and behavioral difficulties seem to be the most in need. Farmer and
Hollowell (1994) explained that children with emotional behavioral disorders have
frequently displayed problematic behavior patterns characterized by aggression and
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disruption that contribute to serious difficulties in their peer relationships. Because
emotional and behavioral disordered students are often labeled for their behavior
difficulties, they are usually the ones lacking the most skills. Skills that are affected could
include interacting appropriately with peers or significant adults in their social adequate
environment, difficulty expressing their physical or emotional needs appropriately,
inadequate knowledge of social rules or manners, as well as violent or aggressive
behavior (Quinn, Kavale, Mather, Forness & Rutherford, 1999).
While some of these problems may be due to a number of psychological or
environmental influences, many researchers seem to have focused on the social goals
perspective. Erdley and Asher (1999) compiled a list of this type of research with
examples from each researcher. Students were asked to explain the social goal of an
unknown child. The answer was in response to a hypothetical situation where the intent
of the individual was unknown. Boys who were considered aggressive rated revenge and
dominance high in value and affiliation as low in value.
Other studies have also focused on the social goals perspective. Erdley and
Pietrucha (1995) presented fourth through sixth graders with several hypothetical
questions in which peers of the same gender rejected the child's attempt to join the peer
group. Children whose behavior was considered aggressive rated relationship
maintenance goals lower than those children thought to have adequate social skills or
those children who were considered withdrawn. The researchers also found that a
positive correlation existed between peer-assessed aggressive behavior and the advocacy
of retaliation goals in social failure situations (Erdley & Asher, 1999).
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Another group that has been significantly affected by a lack of social skills, as
mentioned in the beginning, are children with learning disabilities. While around two
million children have this label, between 78,000-1,182,000 of these children have social
problems (Bryan, 1997). Because of the common social problems associated with learning
disabilities, many of these children are not accepted by their peers. Vaughn, Elbaum,
Schumm, and Hughes (1998) studied the social functioning of students labeled learning
disabled, low achieving, and students who were average to high achieving. Compared to
their average to high achieving peers, students with learning disabilities had more peers
rank them as rejected. Despite their full time inclusion into the classroom, the students
labeled learning disabled also decreased their social status from the fall to spring
semester. However, Vaughn et al. also studied the quantity of reciprocal friendships, the
agreement of two students nominating each other as one of the most-liked. The number
of reciprocal friendships rose from twenty-six percent to fifty-three percent from the fall
to the spring. While the number of reciprocal friendships of students with learning
disabilities increased more than both of their low-achieving and average to high
achieving peers, their overall percentage was still lower than all of their regular education
peers (Vaughn et al. 1998).
Students with learning disabilities were shown to display low social competence
with their peers. Their peers rated them as rejected and not seen as good friends. Their
low ranking with peers was also rated similarly by many general education teachers.
Teachers also believed that students with learning disabilities had problems with social
interaction. They believed that hyperactivity and distractibility were common problems
among students with learning disabilities. Teachers placed these students at the twenty-
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first percentile for hyperactivity and the twenty-second percentile for distractibility
(1998). Kavale and Forness (1996) added that, "the perceptions of academic competence
appeared to be associated with less interaction, reduced acceptance, greater rejection and
lower social status" (233). When children are not getting the proper social interaction,
their whole educational experience can suffer, leading to a downward spiral for students
with learning disabilities. Once their social skills and social competence is perceived as
negative, other negative outcomes evolve, such as grades, confidence, and attitude.
Social skills are a large problem for many students with learning disabilities.
Researchers (Kavale and Forness, 1996) have suggested that the probability is high for a
child who is diagnosed with learning deficits will also be lacking in social skills. Through
their meta-analysis, Ka vale and Forness (1996) were able to explain that three out of four
students with learning disabilities received a negative assessment of their social skills.
Similar to students with emotional and behavioral disorders, students with learning
disabilities have continuously shown their lack of social skills. Peers and teachers have
consistently rated these students lower in various areas of social development and
perceive them as less competent compared to their general education peers. Researchers
have documented that children with disabilities have problems with social skills (Kavale
& Forness. 1996). Knowing the causes is important for determining how to help these
children.
In summary, many students in special education have been perceived as lacking in
social skills and, as a result, social competence. Students most affected, however, have
been those with emotional or behavioral disorders and those with learning disabilities.
Students with emotional behavioral disorders have problems with aggressive and violent
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behavior, and students with learning disabilities have problems with distractibility and
social perception. Both of these groups could use some behavior management or
intervention strategies, but it may be more valuable to research the reasons behind their
negative behavior.
Causes

When children lack social skills to interact successfully with their peers, and
when their social competence consists of constant rejection, many people want to know
who is at fault or who is the cause of the student's unhealthy social life. Some people
believe it is the parents' fault, stating that they are not giving students proper direction at
home. Others believe that the teachers are at fault. People might say that the teachers'
job is to guide their students in the proper direction, both academically and socially.
While some of these reasons might be correct, the cause for children's misbehavior and
constant rejection is a result of parents, teachers, as well as the community. The
important source� of social support include immediate and extended family members,
neighbors and friends, community members and school peers as well as teachers. Each
group can contribute to the improvement of children's social well being. Each group can
provide children with positive self-esteem that makes them feel respected and valued.
They can also help children with instructional support in case the child needs advice or
guidance. Having companionship is also important. All groups can help children to bring
about positive friendships that can foster a sense of belonging and understanding (cited in
Pavri & Monda-Amaya, 2001 ). Everyone is responsible for guiding children to a positive
and healthy lifestyle; therefore, everyone is at fault when this healthy socialization does
not take place.
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Many times, healthy socialization starts in the home. Problems at home, however,
may contribute to children's inability to interact successfully. Sprague and Walker (2000)
explained that factors such as harsh and inconsistent parenting could start children on the
wrong path to successful development. If parents do not show children that they care
through consistent parenting, children will not understand the true idea of positive
relationships. Parents modeling aggression at home, such as physical abuse, will also lead
children to the wrong idea of successful relationships. Children might believe that in
order for people to like them they must use force like bullying or harassment. Sprague
and Walker (2000) further explained that factors such as a separation or divorce could
help contribute to children's lack of social skills. Children could be afraid to initiate
relationships believing that all relationships eventually end or disintegrate. Drug and
alcohol abuse can be another factor when looking at children's negative behavior.
Watching a parent drink or handle drugs could cause children to develop a negative
attitude about the world. If children come into school with these attitudes, they could take
their anger or negative attitude out on other students or teachers (Sprague & Walker,
2000).
Another situation resulting in negative behavior may be the family's lack of
ability to communicate. Children. especially those with a disability, continuously
encounter social problems at school. Children, however, may consider showing that they
have a problem a sign of weakness. Their lack of communication may give their parents
or caretakers a false positive impression about their child. If children do not seek advice,
families may not know how to find appropriate ways to help children understand the
problem and its possible solutions( (Weinz-Gross & Siperstein, 1997). When problems
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are not addressed at home, children will fail to address the challenges they face and
continue to experience the same problems throughout life. Problem solving and
emotional support can influence successful development. Family support and problem
solving can help prevent problems with peer relationships as well as a negative classroom
experience (Walker & Sprague, 2000).
Patterson (1982) suggested that families must also realize that how and when
they discipline a child is crucial for social development. For instance, the parent or
caregiver's inconsistent disciplinary actions could confuse the child's thoughts about
right and wrong. Discipline that is too harsh could inhibit a child's ability to
communicate with others. Harsh parenting, such as scolding and threats, can make the
situation worse as well as result in negative relationships between child and parent. In
order for parents to ensure that their child can communicate and interact with peers and
teachers, they must model this behavior at home. Modeling may include using
appropriate problem solving skills or using consistent reactions to improper use of social
skills. While there are many ways parents or caretakers are responsible for their children,
they are not the sole cause for their children's negative behavior. Other people, such as
teachers and the community must take responsibility for children's social skills and social
competence (Patterson, 1982).
Just as parents are responsible for the social well being of their child, teachers
also play a critical role in the development of their students. While most people believe
that social skills are an important part of success in an inclusive classroom, Wong ( 1998)
gave several reasons why social skills are not included in a daily lesson plan. Some
teachers believe that teaching social skills give less time for the academic plans. In turn,
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providing less time to learn planned lessons. Other times, teachers are not the ones who
devalue social skills; rather, the parents and the school system feel they are not worth
teaching in a school classroom. Wong (1998) also explained that parents believe that
academics, rather than social skills will help children succeed in the future. Although
teachers might understand the importance of educating students, some teachers think that
teaching social skills is not their responsibility. These teachers tend to believe that social
skills should be taught at home. They believe their responsibility lies with academics and
the family needs to provide those skills that help to interact in the inclusive classrooms.
Other teachers believe that social skills are not something taught. Instead, they believe
that social skills are learned through maturation and growth.
For some teachers, the lack of social skills training may not be the issue; rather, it
could be the technique they are using for intervention strategies. Johnson and Pugach
(1990) stated that many teachers do not believe that reviewing background information is
a reliable source. Using information from sources like cumulative folders, observations of
students outside the classroom, and examining the student's health or family situation
have been rated poorly by many regular education teachers. If teachers cannot understand
the reasons behind children's behavior, they will also have a difficult time knowing the
type of strategy to use with a child. For instance, a child's family background can tell if
negative social skills such as hitting and shouting are used in the family. If such behavior
is used in the family, the student may believe his/her behavior is acceptable.
Other mistakes Johnson and Pugach (1990) said teachers may make during
intervention is their use of secondary sources, such as previous teachers or teachers that
are instructing the child presently. Teachers have seen each other as sources for
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information about behavior problems, but not as sources for intervention strategies.
Instead of searching for strategies that may have worked in the past or are presently
working on in other classrooms, they have tried to think of techniques on their own. Not
using interventions that may have worked with the student in the past can prolong the
intervention process for students, as well as waste valuable time and energy for the
teacher. Because teachers may feel threatened when asking for external help about
behavior problems, they have continued to make the same mistakes. Teachers may
understand the importance of compiling information regarding a student's behavior, but
they do not follow through on their beliefs. Again, because of the lack of action on the
teacher's part, the child continues with difficulties in behavior.
Some differences might occur between general and special education teachers.
While special education teachers prefer school wide or published programs, such as
Character Counts (Pavri & Monda-Amaya, 2001), regular education teachers prefer to
use grouping strategies such as peer tutoring or cooperative learning (2001). Using
consistency with children. particularly those with a disability, is especially important.
When children do not receive the same type of support or discipline across settings, they
could easily become confused and not understand the true significance of social skills.
Generalization helps to keep the consistency and structure they need to understand and
continue positive behavior skills.
Differences between the general education and the special education teacher can
also be associated with their perceptions of negative behavior. For example, Landon and
Mesinger (1989) explained that some special education teachers might believe that
negative social skills are less deviant, or more tolerable, than regular education teachers
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believe. Another problem may be that special education and regular education teachers
may have different views on the extent to which a special education student possesses
social skills (Downing, Simpson, & Myles, 1990); in other words, what strengths and
deficiencies in the social skills area the student displays. When teachers perceive problem
areas differently, they lack consistency in their responses to the student. Special
education students may need more structure and consistency than their regular education
peers. This structure and consistency may help with the generalization process.
Generalization not only refers to the consistency between teacher settings, but
also between school, home, and the community. Generalization usually refers to the
child being able to demonstrate the same social skills across a variety of natural settings
where the child can be coached or have other forms of support. When studying social
skills training, this factor becomes very significant. In order for social skills training to be
effective, it must have an effect size of approximately .60 (Kavale et al., 1997). When
giving children with emotional and/or behavioral disorders social skills training, they
received an effect size of .199. This study suggested that only fifty-eight percent of
students with emotional/behavioral disorders would benefit from social skills training.
This study also indicated that, children who do benefit from social skills training would
only have an eight percent increase in positive social skills (Quinn et al., 1999). Similar
to children with emotional and/or behavioral disorders, students with learning disabilities
have also been rated low on the mean effect size of social skills training. Their effect size
was slightly higher, .211 (Forness and Kavale, 1996).
Low effect size has been attributed to many factors including generalization
(Mathur & Rutherford, 1996). Children need the social skills training in the school,
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community, and home. When views of social skills are different across setting, the child
may suffer the consequences. Teachers and social workers in therapeutic educational
programs along with teachers in classrooms for students with behavioral disorders were
examined to study their expectations of these children in regards to behavioral
expectations. Although an overall agreement on the rankings for behavioral items existed,
significantly different ratings were found between individual items. Teachers in the
classrooms rated items higher more often than the social workers or teachers of the day
programs (Conte & McCoy, 1980).
Generalization problems that can affect a child's behavior have also been seen
between home and school. Teachers, experts and parents were surveyed on the
importance of social skills. Although teachers and experts rated social skills as
"essential" and "quite important", parents rated social skills as "important" and
"somewhat important". Also parents were requesting social skills training for their at
about half the rate of the teachers. Some factors influencing these differences included
the idea that the parents did not see their children in similar socially demanding settings
as teachers. Although parents encountered more causal settings such as the grocery store
or the living room, teachers saw students in settings such as the playgrounds, cafeteria, as
well as the classroom (Baumgart, Filler, & Askvig, 1991).
For the special education child, maximizing the opportunity to use social skills
and practice them in real life situations can contribute to the child's understanding of the
benefits of positive social skills. The responsibility of the parent, teachers, and
community is to form a consensus on the behavioral expectations as well as the
intervention program used for the student with social skill difficulties. The child needs to
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learn the skill at school, have the positive social reinforcement continued at home, and
practice the skill in a real life situation in and around the community. Generalization is an
important factor when looking at children's social skill, however children's cognitive
development may also be a cause for the lack or limited amount of social skills.
Settle and Milch (1999) wanted to find out the reasons behind the pattern of
children with disabilities and their lack of social competence. They conducted a study
made up of fourth and fifth grade students with and without learning disabilities. Each
child participated in a positive and negative confrontation with an unknown peer.
Afterward, children completed a questionnaire to assess their expectations of the next
interaction as well as the past interaction. What Settle and Milch found was that after the
negative interaction, children with learning disabilities had significantly less positive
predictions than the non-LD students as well as significantly more positive predictions
after the positive interaction. Children with learning disabilities also felt significantly
less well liked after the negative interaction and significantly better liked after the
positive interaction. Settle and Milch believed that the over reliance on peer acceptance
with these particular students with learning disabilities might be caused by the tendency
for children with learning disabilities to overreact and be more emotionally unstable. This
overreaction in social situations may cause an ongoing problem surrounding peer
acceptance. Their overreaction may lead peers to believe that these children are
unfriendly and make that non-LD peer stop trying to interact with them, causing students
with learning disabilities to be more defensive and hostile. In the end, this circular path
leads both peers believing the other is not interested or likable ( 1999).
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Although many advocates for inclusion support the idea that inclusion helps
socialize children with learning disabilities and improve the quality of relationships, this
study (Settle & Milch, 1999) seems to say otherwise. One of the main problems children
with learning disabilities have is the inability to understand social cues, either facial or
body. Because this skill is an important skill for social interaction, lack of this skill might
be a main reason for the constant peer rejection experienced by children with learning
disabilities. "To be able to engage in successful social interaction with others, one should
be able to make judgments about social situations and to respond to the overtures of
others appropriately" (Nubuzoka & Smith, 1995, p. 91 ). Through the use of photographs,
cards, and video recordings, Nubuzoka and Smith (1995) were able to research the social
perceptions of students with moderate learning disabilities and their non learning
disabled peers. Researching children's perception of posture, gesture, and facial cues,
Nubuzoka and Smith (1995) wanted to find the difference between these two groups.
Children were given a facial expression and were required to show the experimenter what
type of expression that person was making. After looking at a set of people, the children
were then asked to pick out the person making the selected posture cue. Finally, through
a video, the children were asked to explain what a small child was trying to show through
his gestures. Across the board, including posture, gesture, and facial cues, children
without learning disabilities outperformed those students with learning disabilities within
each similar age group.
Researchers have shown that children with learning disabilities lack in the area of
social perception, however, because there may be many thought processes that are
included in this area, these processes need to be analyzed. In their study, Tur-Kaspa and
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Bryan (1994) broke down social perception by using Dodge's model (1986) in their
assessment. According to Dodge, five steps are involved in the social perception process:
encoding, mental representation and interpretation, response search, response decision,
and enactment.
Tur-Kaspa and Bryan (1994) assessed third, fourth and seventh grade students
labeled learning disabled, low achieving, and average achieving. In regards to encoding,
both low achieving and average achieving peers outscored the students with learning
disabilities. Also, students with learning disabilities were more likely to give extra
information that was not included in the assessment. Average achieving peers were more
likely to give multiple interpretations of the vignettes than both groups of the low
achieving students and students with learning disabilities. Both low achieving and
learning disabled groups gave a 'black or white' picture of their interpretation. In the
response search, average-achieving students gave more possible solution than both group
of low achieving and students with learning disabilities. Finally the average-achieving
peers gave more competent solutions, giving them a higher score on the enactment
category than the low achieving and learning disabled groups.
This research may not completely explain the rejection children with learning
disabilities faced by non-disabled peers, but it may be part of the reason. When children
cannot communicate with each other effectively, the effect could be confusion and
misunderstanding. Children without disabilities may believe that their facial cues are
communicating that they agree with a child with disabilities, however, students with a
disabilities may think that the peers facial cue is communicating a negative message.
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Peers without a learning disability cannot understand this type ofthinking; therefore, they
are quick to give up on being friendly with the child and try to avoid contact.
In summary, a variety ofreasons may exist for the student with a learning,
behavior, or emotional difficulty to lack social skills and social competence. Lack of
social skills and social competence may be due to the family environment. Parents may
not provide a loving and caring setting for the child to grow up in, causing a major
disruption in the child's perception ofpositive behavior. Teachers also play a major
factor in the child's social development. When time is limited to practice the learned
skill, or different techniques are used among different teachers, the child cannot practice
the skills successfully. The community also has an influential part in a child's social well
being. Just as in school and home settings, the student must be able to practice positive
skills around his/her community. When the community does not perceive their negative
behavior as a problem. the children will not understand the importance ofthe problem.
Generalization is the process of practicing the same social skills across natural settings.
For a child. these natural settings include home, school, and the community. Any ofthe
factors mentioned before can contribute to the lack ofgeneralization. Children need
consistency in their li\'es to practice and maintain positive social skills. When this
consistency is not there. the results can be quite negative.
Effects

Since many children with disabilities do not have the necessary social skills to
interact with their average to high achieving peers, they are more likely to be rejected or
neglected by other students. Asher and Coie (1990) explained that, "students with
aggressive and disruptive behavior are more likely to have rejected status and students
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with cooperative behavior are more likely to have popular status. Not only do children's
lack of social skills affect peer acceptance, but their social competence affects peer
relationships as well. Included in social competence are the views and opinions, which
peers possess for one another. Many times, those views are negative for children with
disabilities. Students with attention deficit disorder are commonly thought of as
annoying, boisterous, irritating, and intrusive (Landau &Moore, 1991). Uncontrolled
behaviors are considered a nuisance in the classroom and keep special education students
from developing the positive peer relationships they need. Similar to children with
attention deficit disorder, children with learning disabilities are not believed to have a
significant level of social competence. Their peer ratings ranked at the eighteenth
percentile and their peer nominations, while slightly higher, ranked at the thirtieth
percentile (Swanson & Malone, 1992)
In long run, Wong (1998) explained that the constant and ongoing rejection by
peers may cause serious psychological damage leading to an increased chance of
dropping out of high school and loneliness. Consistent evidence exists regarding the
negative impact lack of peer acceptance can have on a child. A long-term study
researched by Cowen, Penderson, Babigan, Izzo and Trost (1973) on a third grade
classroom found the high influence peer rejection may have on students. The lack of peer
acceptance was a better predictor of psychiatric problems than teacher ratings. self
reports, psychometric results, achievement scores, or evaluations. Such psychiatric
problems may include juvenile delinquency, job termination, bad conduct discharges
from the military, police contacts, and psychiatric hospitalization (Landau &
Moore,1991).
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Gerber and Semmel (1984) added that teacher acceptance has also been affected
when a child does not have the proper social skills or social competence to interact
successfully in a classroom. Many times the special education student has not developed
a positive relationship with the teacher, because he/she has not developed those important
skills needed for healthy behavior. Some negative behaviors might be noncompliance,
aggressive behavior, or uncooperative behavior with peers. These behaviors have led
regular education teachers to complain about the behavior of special education much
more than their regular education peers. They have complained that the behavior of these
children is disruptive in the classroom atmosphere, disturbs other children, and takes
away from the time and attention regular education children need. In their comparative
study of Australian and United States teachers, Walker and Lamon (1987) found
differences in teachers' expectations of their students. Focusing on the significant
appropriate and inappropriate behaviors in the classroom, teachers in the United States
gave higher rates to classroom control, general discipline, and adhering to a teacher's
demands than those associated with social interaction, such as complimenting others,
initiating conversations. and sharing with others.
When a student cannot adhere to a teacher's expectations, the relationship
between teacher and student usually suffers. If the student cannot adhere to the teacher's
expectations, any misbehavior will have a more severe reprimand than those of their
regular education peers. Nelson and Roberts (2000) studied the ongoing reciprocal
relationships of two types of students, target students (those who contained high rates of
negative behavior) and criterion students (those that did not have any behavior problems
or exhibit disruptive behavior). By studying the teacher and student responses, they
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understood more about the common negative interactions that are used with a disruptive
child. Although both the target and criterion students received commands for their
inappropriate behavior, Nelson and Roberts (2000) found the target student received
more reprimands and commands than the criterion student. The target students were more
likely to use negative statements or behavior such as "This is stupid" or "I don't like you"
or noncompliance than the criterion student. If the student and teacher could understand
each other, the results may not be quite so negative. Too often, a misunderstanding
between the teacher and the student develops and the results are not positive.
The impact of negative teacher-student interaction has been an important study
for many researchers. Children need to feel accepted by the teachers, and the teachers
need to feel like the students care about their performance. When.both teacher and
student feel neglected. the results can be quite negative. When teachers give aggressive
students direct orders. Wehby, Symons, and Shores (1995) said that hostile interactions
occur. Often times. when teachers have given students with disruptive behavior direct
orders, hostile interactions. which can very quickly become out of control, are triggered
(Walker & Sylwester. J 998). Because the student does not usually follow through direct
orders for misbeha\·ior. the teacher has felt forced to punish the student. Patterson (1982)
explained that an aggressive student might be assigned to a more restrictive setting,
suspended or placed in home tutoring for a period of time, or have reduced time for
individual instruction. Being rejected or disciplined by the teacher can make a student
feel unwanted and unvalued. Patterson (1982) explained that when a child feels this way,
his relationships with other people within the school may suffer as well. Because his/her
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social skills and competence were not addressed, the child could go on to feel helpless
and worthless. These negative feelings can lead to trouble within the community.
One of the most significant effects of improper use or lack of social skills is the
fact that many of these children will be affected inside as well as outside the school.
Because children with little or no social skills are not well liked by their teachers and
peers, this can affect them in other ways. Sprague and Walker (1999) found that the lack
of friendships and teacher acceptance has led to a high frequency of absenteeism, which
has led to low academic achievement. Feeling that studying and focusing on class work is
hopeless, Sprague and Walker (1999) found that students have started to find other ways
to spend their time. After children give up on school, they have used the time allocated
for schoolwork, receiving referral forms and being sent to administrative offices.
Constant irritation by the teachers and staff has led to a transfer to multiple schools.
Many students, upon leaving school, have felt significant rejection (Sprague &
Walker, 1999). They have felt desperate for a way to provide themselves some happiness.
Often times, they have resorted to illegal ways to lead "happy" lives. Some of these
outcomes have included drug and alcohol abuse, gang membership, violent acts, adult
criminality, life long dependence on welfare system, as a well.as a higher death and
injury rate. As a result, their families were left with hospital bills, drug/alcohol
rehabilitation bills, or fines to bail their children out of jail. Everyone may feel the
negative impact if a child cannot exhibit positive behaviors. The students, however, have
felt they are the ones that have suffered the most.
As mentioned above, children's emotional outbursts have caused a limited
amount of peer and teacher involvement. Habel, Bloom, Ray, and Bacon (1999)
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conducted a consumer report on students with behavioral disorders concerning their sense
of belonging, One student replied," I have one or two friends that I can hang out with,
but they hang out with other guys that I don't like" (p.97). Often times, they have also
been deprived of a good relationship with their teachers. Their behavior becomes too
frustrating and overwhelming for a teacher too handle. In the same consumer report one
student explained the common theme that occurs with many students containing
behavioral disorders, "All the teachers pick on me ... We're the number one trouble
makers ... 'Cause we've always been suspected when stuff happens"(1999, p. 96). Instead
of teachers and peers trying to help these students, many have decided to avoid them as
much as possible.
Behavior disorders have also been linked to academic achievement (Kauffman,
1997). Children often misbehave as a result of their frustration with school. Soon they
become unmotivated and give up on trying all together. As a result, their behavior
continues on after they leave school and results in an unproductive lifestyle. Research
from the SRI National Longitudinal Transition Study explained that many students with
emotional or behavioral disorders experienced the highest unemployment, poorest work
history, and highest number of social adjustment problems out of any disability group
(Wagner, 1992).
Sometimes, for both students with disabilities, and students with emotional or
behavioral disorders, their lack of social skills and social competence does not prevent
them from making friends. Their lack of social skills and social competence, however,
has caused students with disabilities to be part of the wrong group of friends. Instead of
being part of a group that is known for the popularity and positive interactions, they have
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been part of a group that have caused the most trouble or have presented the most
disruption in the classroom. Farmer, Acker, Pearl and Rodkin (1999) conducted a study
on the types of social groups and problem behaviors. Using students in the fourth, fifth,
and sixth grade classrooms, questions such as what the proportion of students with
disabilities were portrayed aggressive and disruptive behavior and whether or not
students with disabilities were over represented in aggressive and disruptive peer groups
were studied. Farner et al. (1999) found that students with learning disabilities and
behavior and mental disorders were all over represented in the aggressive and disruptive
peer groups. Although many students with disabilities were able to associate with
positive peer groups, one fifth of the students were nominated for high problem behaviors
even though they only made up twelve percent of the total sample. Students with
behavior and mental disorders were particularly problematic since their negative peer
groups were ranked at the ninety-fifth percentile as being associated with disruptive and
aggressive peer groups.
To summarize, the effects for students with disabilities can be teacher and peer
related. Teachers have not been able to manage students, and peers have not wanted to
maintain positive relationships with them. When the special education students have
observed the negative reaction from their peers and teachers, they have become confused
and angry. When students have maintained friendships, they were friends with peers that
exhibited the same negative behaviors as the child with an emotional, behavioral or
learning disability. Some students have dropped out of school, and some have given up
trying to improve their behavior. After they exited from school, they have usually
continued this behavior in the community and became outcasts or criminals. Many of
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these children are in deep need of either intervention or behavior management. While
some strategies are used school wide others are more informal techniques used by
individual teachers.
Intervention

Extensive research has been conducted on the importance of obtaining social
skills to succeed in a regular education classroom. In order for researchers and educators
to know how to begin creating solutions looking at past studies to show effective
practices that are indirectly and directly related to a child's social well being is important.
Because of the ongoing problems with students with disabilities and behavior problems,
the IDEA has mandated a functional behavioral assessment and a behavioral intervention
strategy for those students who exhibit continuous behavior problems. Buck, Polloway,
Kirkpatrick, Patton, and Fad (2000) explained that functional behavioral assessment
looks at the behaviors that are of concern while keeping the child's home and school
environment in perspective. To ensure the most objective and fair cause(s) of the
behaviors, Buck et al. (2000) suggested that educators should ask questions like what
happened, what happened before, what has been happening, and what are the facts. After
completing a behavioral assessment, the team must decide whether the behavior was a
result of the disability. When the proper manifestation procedures take place, the team
can decide the most appropriate disciplinary action as well as a proper intervention plan.
A proper intervention plan should include review of the targeted behavior, goals that can
either decrease or increase the targeted behavior, intervention strategies, dates for review
of the plan and evaluation of its success, and determination of appropriate methods for
evaluation. The IDEA mandates functional behavioral assessments and behavior
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interventions for all students exhibiting continuous behavior problems. Other strategies
exist that promote positive social interaction; however, they are non-mandated
procedures used by school and individual classrooms.
When implementing a school-based strategy, Sprague and Walker (2000) have
suggested focusing on four components. (1) Intervene as early as possible. Children who
exhibit problem behaviors at an early age will most likely exhibit the same problems in
the future. (2) Address both behavioral risks and strengths. Research has suggested
implementing a plan that focuses on the reduction of the behavioral problem while
developing the individual strengths and abilities. (3) Families should also be an important
aspect to the strategy. Involving families can let families know the importance of the
intervention strategy as well as providing a consistent set of rules ·and expectations at
school and in the home. (4) Match the strength of the intervention to the behavior. If
children do not receive the appropriate intervention for their behavior, they may not
understand the significance of the strategy nor will they experience the positive effects of
using pro-social skills.
When many children are causing problems that are disrupting classes around the
school, White, Algozzine. Audette. Marr, and Ellis (2001) suggested that the whole
school could benefit from a behavior management program. In their research, White et. al
(2001) described the Unified Discipline program, which concentrates on the cooperation
of the whole school: teachers, students, administrators and other personnel. Its main focus
concentrates on four areas: attitudes, expectations, correction procedures and team roles.
For the management program to be effective, all teachers, students, administrators, and
other personnel must have a unified attitude about the behavior of the students. They
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must all believe that students can improve their behavior. Teachers and staff can correct
the misbehaviors in a professional manner, because a child's education can be effected
when emotions and feelings are expressed in a negative manner. Creating and
maintaining unified expectations around the school and in the classroom is also important
for Unified Discipline. Rules such as the intolerance of physical or mental actions that
threaten someone's well being and knowing appropriate conversation between teacher
and peers can be used around these areas. When a student has violated a unified rule or
expectation, certain unified correction procedures need to take place, including stating the
behavior, stating the violated rule, stating the unified consequence, and the
encouragement to prevent future noncompliant behavior. In order for the procedures to
ensure maximum success, supportive team roles must also be present. Administration and
staff must have a mutually supportive agreement. When mutual support is provided, any
unnecessary advising when a rule or expectation has been broken is eliminated (White et
al., 2001).
When individual teachers want to implement a plan in their personal classroom
instead of with the whole school, they should keep four areas in mind (Carpenter &
McKee-Higgins, 1996). Teachers can manage behavior more effectively if they use
instructional approaches that develop appropriate behaviors. These instructional
approaches should also include structured opportunities to practice the behaviors
appropriate for a general education classroom. Teachers can use teaching objectives,
explanation of procedures, practice activities, prompts, reinforcement, feedback and
monitoring to design their instructional approaches. Positive climates can also be linked
to effective behavior management. For many students, especially those with behavior
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problems, school is not a pleasant environment. If these students are also having
academic difficulties, they have a higher chance of staying away from school or dropping
out. Using techniques such as maintaining a consistent classroom schedule in which the
teacher clearly and consistently follows the rules and expectations or using high rates of
positive reinforcement can be associated with a positive classroom atmosphere. Using a
dynamic responsive intervention can also be associated with proper behavior
management. Teachers should develop their intervention along a continuum considering
individual student's needs and strengths. For instance, if verbal praise is not an effective
reinforcement for a student, the teacher can decide to use a more tangible reinforcement
until the expected behavior becomes a regular part of a student's personality. Then the
teacher may gradually bring the student back to reinforcements that are similar to their
peers, such as verbal praise. Collegial interaction is also an important factor to designing
appropriate behavior management programs, providing support for changes in teacher
behavior, and developing consistency in the classrooms and around the school.
Appropriate instructional approaches, maintaining a positive atmosphere, using dynamic
responsive interactions, and collegial interactions are all some basic ideas to developing
an effective intervention plan (Carpenter & McKee-Higgins, 1996).
Allsop (2000) explained that collaborative efforts between teachers, staff, and
parents must also be developed when teaching social skills to individuals. When creating
a plan to teach and generalize prosocial skills, Allsop (2000) believed that educators
should develop a team of two or more people that are involved with the student
throughout the day. If a child is involved in a general education classroom as well as a
resource room, both teachers must become involved in the intervention strategy. The next
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step is to target which social skill needs improvement by observing the student's behavior
to rule out any variables that might be the cause of the student's behavior. When the
appropriate social skill(s) has been established, the team must break the skills down into
teachable steps. Using a task analysis can help break down the skill into easier and more
manageable steps; thus helping the child remember and implement the skill across any
setting. After developing the steps to teach the student, the team must develop an
instructional plan for teaching the child the social skill. This plan includes providing an
appropriate instructional setting such as whole group or individualized, how the
instruction will be delivered, proper reinforcement, as well as how the child will evaluate
his/her own behavior. The goal of this program is to teach the child the social skill and
allow opportunities to generalize his/her prosocial skill across multiple settings. With
proper instruction, practice and reinforcement, the behavior can become part of the
child's natural personality (Allsop, 2000).
Effective classrooms are those classrooms that promote and model positive social
skills as well as interactions between special education and general education students. In
their study, Vaughn, Elbaum. Schumm, and Hughes (1998) compared two types of
settings commonly seen in an integrated classroom, co-teaching and
consultation/collaborative. In the co-teaching setting, a general education and a special
education teacher co-taught in the same classroom all day. Although the special
education teacher handled more individualized instruction and the general education
teacher used whole class instruction, both teachers assumed similar roles. In the
consultation/collaborative classroom, a part time teacher came in for four hours a day and
the special education teacher came in for one or two hours per day. They also planned
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formally for thirty minutes a week and informally discussed students progress on a daily
basis. Because children who lack social skills, especially those with a disability, have had
difficulties with reciprocal friendships, this issue was discussed.
From the fall to spring semester, Vaughn et al. (1998) found that students with a
learning disability in the co-teaching setting had a nine percent increase in reciprocal
friendships; however the number of students with a learning disability who had a least
one reciprocal friend increased by twenty-two percent. Another issue that was of some
concern was the lack of peer acceptance that students with disabilities face as a result of
their lack of social skills. Although the class was equally divided between students with
learning disabilities and general education students in the co-teaching setting, peer
acceptance in the collaborative/consultation setting increased more. Overall, students in
the collaborative setting had more improvements with peer relations than those in the co
teaching setting.
The weakness of these findings, however, is that the number of students with
disabilities was not equal between settings. Because of the unequal number, Vaughn et al.
( 1998) did not know if the quantity affected the results. Through observations and
interviews, the researchers have suggested that the results could be because of the higher
expectations of the teachers in the collaborative group than those represented in the co
teaching setting. Because the number of special education students was high in the co
teaching setting, teachers expressed being overwhelmed and concentrated more on what
the ·]ower achieving students could achieve than their other average to high achieving
students.
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Other strategies used are those that focus purely on non-compliant or deviant
behavior. Martens, Peterson, Witt, and Citrone (1986) believed that, many times, the
environment can provoke students to engage in deviant behavior. For instance, asking
several students to work on an assignment at the same table, especially if some of those
students have previous behavioral problems, can promote problems. Instead, Marten et al.
(1986) suggested having children complete work at their desks or designing a private area
for students that are easily distracted. Use more action that initiates a behavior, instead of
terminating it. An example of initiating a behavior could include" Molly, it is time for
you to clean up and get ready for lunch," while an example of a terminating comment
might include, "Dave, stop talking to Sarah and get to work." Many teachers agree that
using more positive phrases are effective while negative phrases are ineffective. Teachers
believe that using more positive phrases along with tangible rewards are more effective
than removing a student from classroom.
Walker and Sylwester (1998) hypothesized that problems may persist when
teachers feel challenged by the student or the student does not respect the teacher's
authority. Although engaging in a power struggle is tempting, removing the student from
the situation and talking with the student on a one to one basis at a later time is better. If
problems persist with the noncompliant behavior, the teacher should revaluate his or her
own behaviors and either talk with the student to come up with a compromising solution
or seek the advice of other faculty in the school.
Because inclusive classrooms are meant to encourage the integration of special
education and regular education children, Johnson and Johnson (1983) explained that
some teachers tend to value Cooperative Learning. Cooperative learning groups are
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structured so that students' goal attainments are positively correlated. Johnson and
Johnson (1983) stated that when one student achieves his or her goal, all others with
whom he or she is cooperatively linked achieve their goals. Essentially children work
together to come up with a common solution or answer to their problem.
Since some children may lack the skills to interact successfully to achieve a
common goal, Goodwin (1999) suggested that teachers should break down those skills
necessary so all children can have the opportunity to participate and succeed. Skills
necessary for Cooperative Leaming can be broken down into four categories: forming
skills ( those skills needed to organize and understand the norms for appropriate behavior,
such as using quiet voices and exhibiting self-control); functioning skills( those skills
needed to effectively manage and work among groups, such as asking for help or
classification and using humor to motivate the group); formulating( those skills needed to
understand the content. encourage higher levels of thinking, and exemplify mastery of the
material such as summarizing and checking for understanding); fermenting (those skills
needed to communicate answers for conclusions or searching for more information such
as disagreeing without criticizing and generating further answers).
To determine the effectiveness of cooperative learning, researchers (Johnson &
Johnson, 1983) have compared the cooperative experience to two other types of
classroom experiences, competitive and individualistic ones. While in a cooperative
group, the achievement of an individual results in the achievement of the whole group,
competitive experiences defined as the success of an individual re·sulting in the failure of
the rest of the group. In an individualized experience, children are not affected by one
another's success or failure. Results from the study have shown that cooperative learning
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had better outcomes than both the competitive and the individualized experience.
According to the study, the cooperative groups had forty-nine interactions between
special education and non-special education students, whereas the competitive group had
seventeen, and individualized experiences only had six interactions. Compared to the
competitive and the individualistic experiences, the cooperative experiences had a higher
rate of self-esteem from both the general education and the special education students.
This study also wanted to show if there was a difference in peer interaction outside the
classroom groups. Since some of the experiences caused a mandatory interaction between
individuals, these results were particularly significant. These results showed that
cooperative groups had a higher social density or social interactions than both the
competitive and individualistic groups outside each experience.
Although many of the strategies, both individual and whole school related are
formalized intervention strategies, Salisbury (1995) explained that other teachers have
developed strategies on their own. Some teachers believe in giving the students some
responsibility in the classroom. These teachers allowed the children to express their own
opinions about the rules and regulations of the classrooms. They believed this gave
children a sense of belonging and value. Other teachers tried to build up the attitudes and
values of students through specific activities. The "wrinkled paper" activity. for example
had children understand the effect of criticism through the wrinkling and dev.,rinkling of a
piece of paper. When the children said something negative to the piece of paper they
wrinkled it up. After they made a positive statement, they smoothed it out. The teacher
explained to them that even though the students tried to "smooth out" their piece of
paper, the wrinkles were still there. Teachers have also stated that modeling the
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acceptance all students, influences children to follow the teacher. Giving support and
value to a students helped children understand the inclusion of all students in the
classroom.
A variety of intervention strategies and ideas that focus on important social skills
training are available. Some require the unified agreement of the whole school and others
are simple strategies used for individual students. Many of these strategies have common
characteristics such as focusing on positive statements instead of direct orders. Most
intervention strategies also require the continuation of strategies into other settings like
other classrooms and home. Teachers, parents, and students must agree for any of these
strategies to become effective. When these strategies are used across multiple settings
and when everyone believes in the importance of the intervention, positive social skills
can be developed and maintained.
�

.

Statement of the Hypothesis
While studies have been performed on the negative effects that a child might
encounter if they don't have social skills, no study has been done on how teachers'
perceptions can parallel peers' perception of children with disabilities. Therefore, it is
hypothesized that inconsistent perceptions between general and special education
teachers on a special education child's social skills can parallel the lack of positive
perceptions the special education student receives from their general education peers.
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Method

Subjects
This sample was chosen using purposive sampling. The sample for this study
consisted of a selected group of special education and general education teachers from a
middle school in central Virginia. In addition, students from one general education
classroom containing students with and without disabilities at the seventh grade were
surveyed.
Ten seventh grade general education teachers and five special education teachers
participated in the survey. A total of fifteen seventh grade students with and without
disabilities participated in the survey. Out of the fifteen students, five students had been
diagnosed with a disability. The students in special education had a range of mild
disabilities including students with learning disabilities, emotional/behavioral disorders,
attention deficit hyperactivity and hearing impairment.
Instruments
· Walker-McConnell Scule

The first instrument chosen for this study was the Profile/ Form Walker
McConnell Scale of Social Competence and School Adjustment (Walker & McConnell,
1995). This scale served as the dependent variable. The Walker-McConnell scale consists
of fifty-three questions divided into four categories: Self Control such as copes
effectively with being upset or depressed; Peer Relations, such as shares laughter with
peers; School Adjustment, such has good work habits and Empathy, such as shows
sympathy for others. Each question is based on a numerical Likert Scale ranging from a
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score of never (1) to frequently (5). General and Special education teachers who teach
students with disabilities completed the survey. Although the scale is designed for
teachers to rate specific students, the researcher wanted the teachers to rate a prototypical
student. The survey was used in this study to potentially identify differences in general
and special education teachers' perceptions of students with disabilities. The researcher
contacted the author of the Scale of Social Competence and School Adjustment, Dr. Hill
Walker. Dr. Walker gave permission for the alternative method (Appendix A).
Concurrent validity of the scale was tested and proved with the following
instruments: School Social Behavior Scales (Merrell, 1994), Social Scaled Rating
System (Gresham & Elliot 1990) and the Behavior Rating Profile (Hammil & Brown,
1985). Three test- retest reliability assessments were measured for ea�h category and
ranged from .61-.90

Peer Interpersonal Assessment
The second instrument chosen consisted of a peer interpersonal assessment
developed by Farmer, Rodkin, and Acker (1999). Questions from the Farmer et al. (1999)
assessment were either identical or similar to the following studies: Coie, Dodge &
Coppotelli, 1982; Masten, Morison, & Pellegrini, 1985; Newcomb & Bukowski, I 983.
Although these tests usually included nominations for negative assessments, students in
this study were asked to nominate three peers based only on positive descriptions in each
of the categories of cooperation, leadership skills, athletic, good student, and cool. This
assessment was used to identify any positive peer perceptions in terms of nomination that
are given to students with disabilities, or to identify the lack of positive nominations
students with disabilities receive from their peers. Three test-retest measurements were
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given and provided measurements ranging from . 72 -.93

'+ i

showing satisfactory validity for

this scale.
Procedure
First, the researcher gained permission from the school division to survey the
teachers and students (Appendix B). The researcher arranged a time to meet with general
education and special education teachers for them to complete the Profile/ Form Walker
McConnell Scale of Social Competence and School Adjustment
(Walker&McConnelL 1995). The principal solicited one teacher from the general
education teachers to allow the researcher to survey the students in that class on the Peer
Nomination Assessment (Farmer, Rodkin and Acker,1999). The Profile/Form Walker
McConnell Scale of Social Competence and School Adjustment (Walker& McConnell,
1995) was completed by the general and special education teachers. Ten surveys were
completed from the general education teachers and five were completed from the Special
Education teachers. Parent permission (Appendix C) for participation in the Peer
Nomination Assessment (Farmer et al.,1995) was obtained from the students in the
selected class. After parent permission was granted, the researcher attended a meeting of
the class to administer the Peer Nomination Assessment (Farmer et.al, 1995). The
researcher explained the purpose of the study and the directions for completing the
assessment (Appendix D ). In order to ensure anonymity students were asked to give first
name and last name initial only
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Analysis of Data
Profile/ Form Walker-McConnell Scale of Social Competence and School
Adjustment (Walker & McConnell,1995) was analyzed according to the instrument's
guidelines, which include categorizing teacher responses into these four categories, Self
Control, Peer Relations, School Adjustment, and Empathy. An independent t-test was
also used to compare the mean of general education teachers' responses to the mean
responses of special education teachers. The Peer Nomination Assessment (Farmer
et.al,1999) was analyzed to note the overall number of positive nominations for students
with disabilities. A frequency count was also used to note the number of times a student
with disabilities was nominated for each category (Cooperative, Leader, Athletic, Good
Student, and Cool).
Results

Walker-McConnell Scale
No significant difference was found between the total mean of the general
education teachers' perceptions and the total mean of the special education teacher's
perceptions. No significant difference was found between the special and general
education teachers' on the subscale of Self Control or Empathy. However, difference
between the special and general education teachers was found at the .05 level of
significance on the School Adjustment subscale. A difference between the general and
special education teachers was also found at the .01 level of significance on the Peer
Relations subscale.
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SUBSCALE
Total
Self-Control
Peer Relations
School Adjustment
Empathy

T

p

0.74
0.47
2.03
2.71
1.009

NS
NS
0.1
0.05
NS
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Peer Interpersonal Assessment
Out of a possible 245 votes for positive nominations, students with disabilities
received 38.7% of the votes for Cooperative, 47.6% of the votes for Leader, 58.4% of the
votes for Athletic, 28.5% votes for Good Student and 50.8% votes for Cool. Out of the
total possible votes a student could receive, students with disabilities received a total of
45%.

Percentage of Positive Nominations for Students
with Disabilities
DESCRIPTORS
Cooperative
Leader
Athletic
Good Student
Cool
Total Possible Points

%

I 38.7

I

47.6
58.4
28.5
50.8
45

I:
I
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Discussion

The purpose of this study was two fold. The first purpose was to see if
inconsistent perceptions exist among general and special education teachers surrounding
the behaviors of their students with disabilities. The second purpose was to see if a
parallel exists between the lack of positive peer perceptions and the inconsistent
perceptions of the teachers.
No significant difference between the overall perceptions of the general and
special education teachers was found. However, a significant difference was found
between the general and special education teachers' perceptions in the School
Adjustment category p < .05. Another difference worth noting was found between the
teacher's perceptions in the Peer Relations category p < .01. The results agree with
research (Downing Simpson, & Myles , 1990; Landon and Mesinger, 1989), which
explains that some special and general education teachers might have different
perceptions of students with disabilities. According to this study, general and special
education teachers have different perceptions of how well students with disabilities
socialize with their peers and how well they adjust to school expectations.
Students with disabilities did receive positive nominations from their general
education peers, however they received less votes in the categories of Cooperative and
Good Student. These results correlate with several studies stating that general education
peers often perceive students with disabilities to lack in cooperation and high academic
achievement. In their meta-analysis, Kavale and Forness (1996) mentioned that many
peers labeled students with learning disabilities as uncooperative. A connection between
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the limited number of positive votes among the general education peers and the lack of
consistent teacher perceptions for School Adjustment may exist. Kavale and Forness
(1996), along with other colleagues (Vaughn et al., 1998) explained the relationship that
can exist between negative social status and low academic achievement. As the present
study suggests, there may be a connection between the low social status students with
disabilities receive and the negative perceptions (i.e.-School Adjustment) teachers give to
those students.
While there may be a relationship between lower numbers of peer nominations
in the categories of Cooperation and Good Student and teachers' inconsistent perceptions
on a School Adjustment scale, this study's design was not able to prove that relationship.
Limitations in this study included a small number of students, representing only one
classroom in one particular school. The number of teachers responding to the scale was
also small. Again, they represent a small group of teachers in one particular school.
Children with disabilities have been viewed as lacking in positive peer
relations, however the results from this study oppose those views. Results from this study
have also shown that students with disabilities were nominated only slightly less in the
Leader category, equal in the Cool category, and slightly more in the Athletic category.
These results might suggest that students with disabilities have little or no problems with
social skills, which would contradict past studies. However, given the small numbers of
students and the setting of one particular school, this result cannot be generalized to a
larger population.
Suggestions for future research include applying this study to a larger population
of teachers and students and school settings. Researchers could continue the study by
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creating a research design better able to investigate a correlation between teachers'
perceptions of the behavior of students with disabilities and peer perceptions of students
with disabilities. An investigation of negative peer perceptions from students without
disabilities about students with disabilities could be a next step. However, careful
consideration of students' feelings would be necessary and possibly an ethical concern.
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Date:Wed, 13 Feb 2002 15:36:14-0800
From:"Hill Walker" <Hwalker@OREGON.UOREGON.EDU> I Block Address I Add to Address
Book
Subject:RE: Longwood College
To: "'erin barman"' <erinharman78@yahoo.com>
Hello Erin,
Most rating scales ask the rater to make judgements about specific,
individual
students one at a time. However, if you wished merely to aetect
differences in
how regular and special education students perceive their students on
an
overall basis, you could ask your teacher raters to rate a prototypical
student
who represents the "class average or norm". This rating could involve
a
mythical student whose composite of attributes reflects the class as a
whole or
you could simply ask the teacher to select a student who is typical of
the
class average.
I recommend the latter strategy and also suggest that
you have
the teacher rate a protypical boy and a protypical girl.
Hope this helps.

Good luck with your study.

Sincerely,
Hill Walker, Ph.D.
From:
erin harman[SMTP:erinharman78@yahoo.com]
Tuesday, February 12, 2002 9:27 AM
Sent:
hwalker@OREGON.UOREGON.EDU
To:
Longwood College
Subject:
Dr . Walker,
My name is Erin Harman and I in the graduate'
program for special education at Longwood College. I
am currently working on my thesis and am in need of
your assistance. I am interested in studying the
perceptions of teachers of special education students
�t the middle school level. I am using the
lker-McConnell Scale of Social Competence and School

.p://us. f400.mail.yahoo.com/ym/ShowLetter?Msgld=7144_ 1264622_213 09_1282_ 1063_0... 7/3 0/02

Reply-T
F�.
To: "Stephen Keith" <skeith ongwoo . wc.edu>
Subject: RE: Longwood connections
Date: Fri, 15 Mar 2002 15:51:47 -0500
X-Mailer: Microsoft Outlook IMO, Build 9.0.2416(9.0.2911.0)
Importance: Normal
X-OriginalArrivalTime: 15 Mar 2002 20:55:12.0564(UTC) FILETIME=[B3558740:01ClCC63]
Dear Stephen,
My committee has been working on the notebook and I will check with them to
see when they will be ready to meet with you again to share information and
move to the next stage.
By all means, have the graduate student contact me. We routinely support
graduate students by completing questionnaires, surveys, and opening
selected classrooms for observation. I always ask for volunteers among the
· 7
of
staff and have never been turned down. Cc I I O
Acw I T15 r. �r GJUnty gyioeliNS
Sincerely,
Carla
-----Original Message----From: Stephen Keith [mailto:skeith@longwood.lwc.edu]
Sent: Friday, March 08, 2002 3:53 PM
To:
Subject: Longwood connections
Dear Carla:
This quick note is a follow up to our conversations in the fall
reg891g establishing a permanent partnership with Salem Church Middle
� for purposes of student teaching and practica. Should we schedule
another time to meet with your local committee before the spring?
In addition, I have a special education graduate student who wishes to
conduct some thesis research/questionnaires with middle school
collaborative teachers. Is there a specific contact person the the Central
Office with whom she could talk and gain permission?
Thanks
Stephen Keith
Stephen C: Keith, Ed.D.
Assistant Professor of Education,
Coordinator of Student Teaching
and Field Services
skeith@longwood.lwc.edu
(Office) 804-395-2516
(Sec) 804-395-2331
Printed for Stephen Keith <skeith@longwood.lwc.edu>

4/3/02
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Dear Parent/Guardian,
I am a special education graduate student at Longwood College. I am currently involved
in conducting a study and would like to know more about students at the middle school
level. I would like to have your child participate in this study. If you give permission,
your child will be asked to nominate three students in the classroom who fit a positive
description, such as this person gets chosen by others as the leader. Your child will .be
asked to identify his/her peers only by positive descriptions. Your child's name will not
be used in the data, nor will there be any identifying information about the school. I will
only use the information to better understand middle school students
Your child's participation in this study is completely voluntary, and you are free to
withdraw your consent at any time during this project.
I would appreciate your cooperation and your child's participation in this study.
If you have any questions you may feel free to contact me at (804) 391-3746 or the
director of my thesis committee, Dr. Peggy Tarpley at (434) 395-2337.

Sincerely,
Erin Hannan
I acknowledge that I have read and fully understand this consent form. I sign it freely and
voluntarily
Date: ------- Signed _____________
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I want everyone to answer some questions for me because I am very interested in
understanding students at the middle school level. This is not a test. It is only to provide
information for me so that I can further understand students at the middle school level. I
am going to give you several descriptions of different types of people. Please choose
three people in this class that fits each description. Ifyou cannot think of all three people,
try to pick as many as you can. Please only put the first name and last initial. For
instance ifyou were to choose me you would write my first name, Erin and then my last
initial, H This is very important. After each description is written, I will give a couple
minutes to think of three people. Ifyou need more time, please raise your hand to let me
know.
Scenario 1- Here is someone who is really good to have as part of your group, because
this person is agreeable and cooperates-pitches in, shares, and gives everyone a turn
Scenario 2- This person gets chosen by others as the leader; other people like to have this
person in charge.
Scenario 3-This person is very good at many outdoor games and .sports.
Scenario 4- This person makes good grades, usually knows the right answer, and works
hard in class.
Scenario 5-This person is really cool;just about everybody knows this person

